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BELA KOZEKI (Hungarfan Acddemg of Sciences, Hu.ig6rg) 
MUSA BALARABE (Ahmd<iu BeUo UnirersHg Zene, Nigena) 

Abstract 

This programmatic series of studies compares, m British and Hungarian 
secondary schools, two contrasting conceptualisations of mouvation and 
successively relates them to approaches to learning and studying and then to 
indices of self-concept and attributions of success and failure. 

The first conceptualisation 'as developed in Hungary and involves three 
domains of school motivation - affective, cognitive, and moral. The first 
study involved exploring the factor structure, in Britain and Hungary 
separately, of an inventory designed to operationalise this first set of 
concepts. The second conceptualisation used vrell-established components 
of academic motivation - intrinsic, extrinsic, achievement, and fear of 
failure, tn research at university level these forms of motivation heve been 
found to relate to qualitative differences in approaches to learning and 
studying. The second study used an extended inventory to investigate the 
inter- relationships between the two conceptualisations of motivation and 
approaches to learning and studying. Finally, an instrument wtis developed to 
assess students' attributions of success and failure, and the feeMngs 
associated with those attributions. In the final study this instrument was 
administered together withfmeasure of self-concept and the previous 
inventory. 

Factor analyses showed almost identical f actor structures in all the 
instruments developed, in spite of the contrasting educational and social 
systems in the two countries. There was little overiap in the factor 
structures of the three main conceptualisations, although the factors were 
generally in line with those anticipated on theoretical grounds and from 
previous research. The analyses enabled a more complete mapping of the 
components of school motivation to be achieved. Moreover, interesting 
relationships between motivatic;. 'jnd the attributions and feelings 
associated with success and failure were establishtu which showed 
diffetnces between pupils high and low on motivation and self-esteem. 
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Introduction 



The concept of motivation was originally introduced as a way of 
explaining differences in academic achievement in terms of tti3 amount of 
^ effort students typically invest in theirschool work. Work on the 
v3 conceptualisation and measurement of school or academic motivation has 
developed along a number of contrasting theoretical and empirical fronts 
O (Entwistle, 1987) which has led to an unfortunate lack of comparability 
5^ betwem findings from different studies. There is thus a need for research 
\^ which IS theoretically more eclectic which uses measurement instruments 
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derived from contrasting conceptualisations and attempts to identify the 
strongest recurring dimensions within those different instruments. In this 
way it should be possible to develop a more coherent description of the 
multifaceted concept of motivation in a form which can be used in research 
to relate to different ways of going about learning and in practice to help 
teachers understand the variations in isffort shown by their students. 

Much of the initial theoretical work was carried out in the United States 
and has been summarized by Ball ( 1977X He was concerned at the lack of 
co-ordination between the various theories and measurement instruments 
and commended an interesting integrative study that had been reported by 
Chiu (1967). Chiuhad investigated Hhe conceptual and empirical aspects of 
academic motivation** by drawing on a wide range of existing Inventores to 
produi ^ 16 motivational sub*scales which were given to high school 
students. Factor analysis produced a very similar pattern of five factors for 
both boys and girls: positive orientation to school learning; need for social 
recognition; curiosity; failure avoidance; and conformity. 

Unfortunately their has been little sign in the literature of further 
attempts at integration, although there have been impressive developments 
in relating motivation lo the social context of learning and discussing the 
importance of students' attributions of success and failure (Ames& 
Ames,J984; Covington J 983). The majority of measurement instruments 
hove, nevertheless, concentrated on cognitive aspects of school motivation 
although there are good theoretical reasons for believing that strong 
emotional components are associated with it 

In this paper a programmatic series of studies are reported which 
explore further the dimensionality of school motivation through factor 
analyses of a wide range of inventory sub-scales which Include both 
affective and moral, as well as cognitive, components. In view of the 
parallel research area which attempts to explain the effort put Into school 
work in terms of students' attributions, it was decided also to develop a 
questionnaire to estimate students' attributions and feelings related to of 
success and failure, and to see how these related to the motivational 
components. 

The three studies reported here represent a sequential development over 
some eight years during which time three different instruments have been 
developed, modified, and carefully translated into either English or 
Hungarian. Three separate samples were drawn from secondary schools in 
Britain and Hungary to investigate the factor structures of the Inventories, 
and to compare the mean scores of students in these contrasting educational 
and social systems. 

Conceptualisations of motivation and attribution 

Conceptudhsdtion of scJ^oof moiivdiwn 

The initial conceptualisation of school motivation in Hungary was 
developed by Kozeki (198S)> based on an extensive set of interviews with 
children and their parents and teachers over a ten-year period. In ail, over 
1000 interviews were conducted before the present formulation of his 
theory was achieved. The content analysis of the interviews suggested that 
nine distinct dimensions of school motivation could be identified in three 



mtlin domtiins - effective, cognitive, ^nd moral. The individual dimensions 
were chosen to represent the most retidlly distinguishable aspects in the 
domains found in the interview comments (see Table 0. 



Tttble 1 Kozeki's Nine Hotiv«ti«aal Cdt«qorie3 

(stapled from Koz«lct & Entvl3tleJ984> 





Descriirti^t 9f matn $«itrcc3 of motivation 






Warmth 


Encouregement and 1 ntere^t actlvel y shown 




btf parents 


l<ientificdtion 


Feelifi; empathy vith teachers and vanti ng 




topte«ethem 


Sociabtlity 


Enjoying collaborative vortc and activities 




'^th peers 






indeperKleoce 


Satisfaction fromvorhng thinjfsout 




vithotit help from others 


Competence 


Revords from a recognition of developing 




lcnovTed9e and skills 


Interest 


Enjoyment derived from ide^ 






Trust 


Satisfaction from doing things thoroughly ahd veil 


CdmpHance 


Preferring the security of behaving accordlW) 




to defined rules or norms 


Responsibility 


Accepting the co'^^nces of actions and 




monitoring own behavicur accordinglg 



The starting point of the theory is within social learning theory. The 
basic idea is that children's behaviour is shaped bg the rewards and 
punishments or corrective comments of their parents and teachers. Kozeki 
points out that the rewards offered bg adults can be classified in terms of 
three main domains. Adults mag use the emotional rewards of showing 
interest, concern, and love. Altemativeig, theg mag emphasize rewards 
related to the development of intellectual competencd or, again, they mag 
reward behaviour which complies with their own rules, approved moral 
precepts, or accepted social conventions. Contrasting child-rearing 
practices can be shown to give a different balance of rewards in these three 
areas, and teachers show similar patterns of rewards (KozekiJ9S5). Kozekt 
argues that children develop contrasting sets of preferences for rewards, 
depending on their temperament and experience. As a result, children in 
school exhibit what can be termed motivdtiondl styles - a different balance 
of preferences between the three domains. The three most distinctive ftgles 
represent respectiveig dependent, independent, and dependable behaviour, and 
the watj in which these behaviours are thought to be influenced bg parents 
and teachers is indicated in outline in Figure 1 and described fullg elsewhere 
(Kozeki, 1985). 



Figure 1 n«tiyati«tMl Categories, ftetneins eN Styles (from Km\a, I98S> 



AFFECTWE DOMAIN 




Conceptualisation of ac^i^mic motivation am} approachest to /earning 

The starting point of the second conceptualisation of academic 
motivation was research into the selection of pupils for secondary schools m 
Scotland. Part of that study involved the development of an Inventory to 
measure academic achievement motivation (Entwist1e,1968) which was 
influenced by the theoreticQt ideas of Atkinson and Feather (1966). This 
inventory was subsequently developed further for use with university and 
college students and extended to cover study methods as well (Entwistle & 
Wilson,I970; Entwistle and Entwistle, 1970). 
'■/:.. Although the scale of motivation was intended to be unidimensional, 

: ' subsequent factor analyses (Entwistle, 1975) suggested that there were at 

"'S'- "■■ ieast five sub-scales related to motivation and study methods. These 

involved an organised and efficient approach to studying, motivation related 
to vocational relevance, motivation based on interest in the subject matter, 
achievement motivation or hope for success, and fear of failure. 

In a subsequent study (Entwistle and W)tson,l977), marked differences 
between students were identified both by cluster analysis and by interview. 
From these analyses. It appeared tiiat students of differing personality and 
motivational types would approach studying in very different ways 
' (Entwistle, Thompson & Wilson, 1974). The Interviews, in particular, 

. highlighted how different were students' subjective perceptions of what 

' were, objectively, comparable sets of experiences, and also highlighted the 

need to identify, in future research, the relationships between motivation 
and approaches to studying. 

The conceptualisation of contrasting approaches to studying became 
ErJc possible through the work of Marten (1976; Marten & Sal Jo, 1984), Pask 



(1976) and Biggs (1978). Allying their work to Itie findings described above, 
an Approaches to Stu(iying Inventory (Entwistle, Hanley & Hotjnsell,l979; 
Entwistle & Ramsden, 1 963) was developeu for use with jniversity students. 
Table 2 lists the main dimensions covered by this inventor^) as subsequently 
adapted for use in secondary schools (see below). 

Ttkle 2 Cttefories vitlrit OrieiitttitBs t« Stwtfiiif 



Ubct 



ttsamnif Orients fm 
Oe«p Approach 
Holist Style 
intritmc hotiv«tion 



Intention to untieratand, vigorous interaction, 
attempts to relate to previous Iciwvledge 

Preference for learning by seeing the overview, 
using analOQtes and relati ng to experience 

Effort created by interest in tiw content 



iS^i/r&sfm'af Orl^tstiofi 
Surface Approsch 
Senalist Style 



Fear of Failure 



Intention to carry out teachers'instructions 
vithout personal involvement by memorising 

Preference for step-btj-stap, tightly strxtured 
learning, concentrating on details and lOQtc 

Effort derived from anxtetg about assessment 



Instrumental Motivation Effort directed towards obtaining qualifications 



Achmiag Ohentttion 
Strategic Approach 

Conscientiousness 
Hope for Success 



Intention te obtain highest possible grades bg 
whatever means or learning proces* 

Effort directed towards »}f -satisfaction 

Effort based on competition and self-confidenee 



The research on university students showed clearly that contrasting 
approaches to learning (riarton & Sal jo, 1984) were associated with 
different forms of motivation (Entwistle, 1988). Three 'orientations to 
studying' were identified which represented factors combining learning 
processes with associated forms of motivation (Entwistle& Ramsden,I983). 
The first of these, meaning orientatm , brought together deep approach with 
intrinsic motivation, and also hope for success. In the reprcKfucing 
orientation, surface approach was ilniced with fear of failure, supported by 
Instrumental motivation towards narrowly vocational goals. Finally, the 
achieving orientation showed strategic approach associated mainly with 
hope for success, but also with instrumental motivation. Three very similar 
dimensions describing studying were identified independently by Biggs 
(1978,1987) using a different inventory and in an Australian setting. 

ConcsptuaHsotion of attriPutions and feelings of success and failure 

Rotter (1966) introduced the Idea of locus of control which suggested 
that it was important to explore the ways in which people explained 
experiences of success and failure. He distinguished between externality' 
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land inlernolily* - the idenlificolion of causes of behaviour in the external 
situation or inlemany, under the individual's own control. Oe Charms 1 1968) 
explored a distinction between 'origin' and 'pawn' which similarly locates the 
attributed causes of achievement behaviour. Since then a substantial 
research literature has developed which has identified a variety of 
attnbutions commonly used by people when asked to account for their 
relative success or failure in carrying out tasks in academic or in everyday 
situations. Heider(1958) identified the most frequent attnbutions and 
these have been extended and systematised by Wetner (1984). It appears that 
the major internal attributions made can be categonsed into judgements 
about the individual's own abnuy, the amount of effort put into the work, 
or the strategy ^dopied. External attributions typically refer to bad /itf*, 
the difficvHy or inappropriateness of the task, or mfairness on the part of 
the pers^on judging the outcome. 

Among the three main forms of internal attribution, an important 
distinction can be made in their relative stability (Weiner,l984). To 
attnbtite failure to effort or to strategy means that next time, with more 
effort or with a better strategy, success may be possible. To explain failure 
in terms of lack of ability, however, carries with it an implicit expectation 
of continuing failure on similar tasks. Effort and strategy can be varied, but 
ability cannot be changed at will. This creates a painful dilemma for some 
low ability pupils. If they do badly, the teacher will often exhort them to 'try 
harder' - to use more effort. But if they ^ try harder and still fail, they are 
forced to face up to a more painful attribution. Their ability, and so their 
*self-worth', is under threat (Covington, 1983). 

There seems to be a conceptual link between the ideas of attribution and 
those of self-concept (Coopersmith,l959). It is also clear from the 
discussions of both self-concept and attribution that strong feelings are 
associated with experiences both of success and failure and varying levels of 
self-esteem. 

tn the final study rep^ed below, these concepts were operationalised 
into a questionnaire to enable them to be inter-related and afso to show 
what links there were with the various components of motivation and 
approaches to learning. 

Fi.'st comporotive study 

Oeveiopmg an inventory to measi^ scJiooi motivation 

Once the basic theory had been derived from the inter/iews, Kozeki 
developed inventory scales to assess each of the hypothesized dimensions, 
and to check quantitatively the existence of separate motivational 
dimensions. Items were written to cover the behaviour and attitudes which 
were considered to be expressions of the nine dimensions. Each item was 
carefully checked with pupils of varying ages to ensure that it was 
appropriately colloquial, and that the meaning given to it by the pupils 
coincided with the Intended meaning. This process resulted in a 100-item 
Likert-type Inventory with five-response format which was then tried out in 
several Central European countries, tn those studies, factor analyses 
indicated that within the school setting, over an age range of 8 to 20, it 
seemed possible that the mne motives could be simplified to six, two within 



each domoin ($ee Kozeki, 1985). 

The first comporolive study between Britain ond Hungary involved the 
selection from Kozeki's lOO-item Likert-type inventory of the 60 items 
which defined the categories most clearly. These were translated into 
English to form a School tfoUvoUon Inventory . !t was decided to retain all 
nine sub-scales from the theoretical structure, at least at this iirst stage of 
the comparison between the two countries. The English version was 
translated back into Hungarian and adjustments made to ensure equivalence 
between the two versions. The direct translctions of each item were 
carefully discussed to meke them colloquial and to ensure that the meaning 
was equivalent m the two versions. The items were then discussed with 
school pupils in each country to avoid any ambiguity in wording and to ensure 
that they were fully intelligible to the age groups involved. Where changes 
were necessary again equivalence between versions was carefully checked. 

This lengthy procedure is essential where comparisons in different 
languages of what is supposed to be the same scale are being attempted. 
Simple translation can leave important differences in meaning or in 
linguistic "feel* when being interpreted by the respondents in the different 
countries. Then the findings could not be compared with any confidence. A 
full description of such a procedure can be found in a study reported by Diaz 
( 1964). 



tiethod 

The main purpose of this first study was to obtain empirical verification 
of the motives described in Kozeki's theory and to compare the factor 
structures found in the two contrasting educational and social systems. The 
School tfotivot ion Inventory was given to samples of 365 British and 800 
Hungarian secondary school pupils. The samples were drawn from four 
6ritish and three Hungarian schools chosen to reflect the range of pupil 
intakes typical of each country. 

Results 

item analyses were used to test the dimensionality of the inventory 
through a series of factor analyses using separate sub-groups to test the 
stability of the solutions (Kozeki & Entwistle, 1984). There proved to be 
clear evidence of up to eight dlstlnguiSQble but related factors, closely 
allied to the nine motives hypothesized by Kozeki. The factors obtained, and 
summarised in Table 3 overleaf , proved to be virtually identical between 
countries, whicli can be taken as important evidence in considering the 
psychologiccl 'reality' of these dimensions. 

The Item analyses also enabled further refinement of the scales to be 
earned out. The British analyses, in particular, suggested that an additional 
scale might be useful. It was found that there was evidence of a negative 
form of motivation, not anticipated in the theory, which was rooted in a 
resentment of, or a reaction against, the perception of adutt pressure in 
relation to school work. It was decided to include this additional dimension - 
adult pressure - in the next comparative study. 
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T^blt 3 SvaiMrf af FtcUr AMl«$c9«f Seh4«1 rtetivition Items 

(from KozeW awl Entvi$tW,l 984) 



n*tiv« Ext«ii*i«ii ef 
Descfjptioii lr%m Ficter 



Brit ish I Hiin^rian 



Tstal Bow Cifis Tstal Bstts Sirls 







Warmth 


in parental relations 


• • 


• • 


• 




■4' 


Identification 


with teachers & 










i- 




school acceptance 












SociabiHty 


vith peers 




• 


• 



twlepewteftce and self-confidence 

Competence through vorking hard 
to seek knowledge 

Interest inawt satisfaction 
vith school vork 



Trust 

Compliance vith authority 
Responsihttity for own actlone 



• } 

] 

• } 
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Second comparative study 

Deye! oping en Inventory to meesm! orfentations to study irg 

This second study Drought together the concepts descritilng school 
mottvQtlon with the research on learning styles and opprooches. The 
intention here wos to explore the appHca&ility of the oddltlonol dimensions 
to school oge samples, to investigate the relationships between the two sets 
of scales, ond ogain to make comparisons between the two countries. 
T\\^ScnooI flotivstion Inventory was already availflfile, and to it was added 
the scale of 'adult pressure' mentioned above. It was also necessary to 
convert the student version of the Approec/ms to Studying inventory to an 
equivalent 60-item form which could fie used in schools, and then to develop 
a Hungarian version. 

Agom a careful process of adjustment and translation was carried out. 
with further pilot studies to ensure that the items were intelligifile to the 
age groups with which they would fie used. The resulting Schooi omS School 
Work inventory containe"" a first section containing ten sufi-scales 
descrifiing aspects of school motivation, while the second section had a 
further ten sufi-scales which covered academic motivation as well as 
learning approaches and styles (see Tafile 2 afiove). 

Method 

This coijifiined Inventory was given to samples of 6 1 4 British and 579 
Hungariarjffrom four secondary schools in each country and drawing on two 
age groups - 1 3 to 1 4 and 1 5 to 1 7 years. 

n 8 



Item analyses were agoin used to confirm the dimensionality of the 
approaches and styles, and these closely followed the results previously 
reported among students. The main analyses, however, used the sub-scale 
scores to test relationships first among the ten new sub-scales, and then 
among the complete set of twenty scales, to investigate the relationships 
between the two distinct conceptualisations of motivation, and between both 
of these and learning styles and approaches to stud;;ing. 

Factor anoiuaft* of ocQdemic mativotlon and Ooprooches to studuing 

Table 4 presents the factor analysis of the sub-scales of approaches and 
styles together with their associated motivations. The SCSS progra..i was 
used (Nie et el, 1980), selecting the principal axes analysis followed by 
oblique rotation (with delta set at zero). An eigen value of one was used as 
the main criterion for extracting factors, and over repeated factor analyses 
carried out with sub-groups, the three factor solution proved to be the most 
stable and that is reported here. 



Table 4 Ftctor Loading* en Sub«e«1e« of Orientstione t« Studitinq 

(from Entvl8tle,}988) 





British Schools 
1 !1 111 


Hungarian Schools 
! II III 
















Deep Approach 


S3 




75 


S4 




87 


Holist Style 


62 






S7 






Intrireic Motivation 


S3 




61 


S3 




62 
















Surface Approach 




71 






81 




SerialistStgle 


47 


46 






SS 




Fear of Failure 




61 






S8 




Iftttrumental hotfvatfon 




4S 






62 


















Strartegic Approach 


71 




34 


70 




36 


Hope for Swxm 


3S 




32 




30 




OoR3cientfoii3M» 


8S 




43 


88 




38 



DccwimI points and ludm^s betov .30 omittfd, 
Sample sizes and Yarunce extracted 614 and 60^ % (Britain); S79 and 63.7 % (Hitngart)) 



Again there was a close similarity between the factor patterns in the 
two countries. Factor I is simitar to the achieving orientation with high 
loadings on strategic approach' and 'conscientiousness' and a tower loading 
on 'hope for success', but it also has substantial loadings on deep approach', 
'intrinsic motivation' and seriatist style'. Factor II fs the reproducing 
orientation showing the link already established among university students 
between a surface approach and both fear of failure and an Instrumental or 
narrowly vocational form of motivation. Factor IH is meaning orientation, 
bringing together deep approach and hotlst style wHh intrinsic motivation; 
this also showed loadings on the main defining scales for Factor I. Although 
the separation between factors is not as clear-cut as with some of the 
student samples, nevertheless the clear tink between approaclws to learning 



and contrasting forms of motlvaiion has now been established tit school 
level. The only exception is that hope for success' does not underpin the 
strategic approacii in the Hungarian sample, where U is within the 
reproducing orientation . 

Factor anal y ses of the subscales of the combined inventon j 

The results of applying the same analytic techniques mentioned m the 
previous section to the complete set of 20 sub-scales produced five main 
factors which have been described elsewhere (Entwistle& KozeklJ985). It 
h&d been anticipated that there might be interesting overlaps between the 
two sets of scales suggesting ways forward in the overall conceptualisation 
of school motivation, but in practice the two sets of scales remained mainly 
separate. The three domains in Kozeki's structure tended to merge in these 
analyses pulling in with them varying individual sub-scales from the 
approaches and styles section of the Inventory. 

On the whole this analysis did not extend the information obtained from 
the analyses of the two parts of the inventory taken separately. It was, in 
fact, more illuminating to look separately at the individual relationships 
between each measure of motivation and the three distinctive approaches to 
learning. These product-moment correlation coefficients are shown in Table 
5, grouped to show the distinctive patterns of relationship in order of the 
strength of the relationships with approaches to learning. 



(from Entvistle and Kozelci, 1 988) 



H«iiv«1ioii 


Deep 


Svrftee 


Slrttcfic 




Jot 




Brit 


Hhmi 


Brit 




IntniRic motivation 


S4 


58 


-17 


-10 


39 


40 


Interest 


46 


47 


-16 




36 


42 


Competence 


45 


45 


-19 


-13 


46 


46 


Independence 


36 


34 


-23 


-39 


26 


16 


Instrumental motivation 


-21 


-34 


43 


47 


-10 


-15 


Fear of Failure 


08 




30 


52 


It 




Conscientiousness 


4S 


47 




10 


60 


62 


Compliance 


40 


36 


-11 




43 


49 


Responsibility 


28 


26 




-10 


34 


36 


Identification 


33 


27 


-IS 


09 


29 


39 


Warmth 


29 


25 






29 


33 


Hope for Success 


29 


25 




23 


26 


22 


Sociability 


24 


19 






18 


2C 



yt(»if. Decimal points and correlations belov .08 ipi .OS) omitted. 
Sample sizes: 61 4 ( Britain) and 579 (Hunoary). 



Four distinct patterns of relationship can be seen. The first four 
sub-scales, led by 'intrinsic motivation', show strong positive relationships 
with both deep and strategic approaches with the higher values being with 
the deep approach: they also show negative relationships with surface 
approach. In the second grout, 'instrumental motivation' has strong positive 




correlations with surface approach and negative correlations with the other 
two approaches, while 'fear of failure* is distinguished mainly by its postive 
correlations with surface approach. The third group, starting with 
'conscientiousness', has its highest correlations with strategic approach and 
generally high correlations also with deep approach: it shows weak 
relationships with surface approach. The final group, led by identification', 
shows lower all round correlations but with correlations wUh deep and 
strategic being more consistent than with surface. 

ConcepiudUsdiion $nd dimsnsfondUiy of school miivsiion 

We are now in a position to review the contrasting conceptualisations of 
motivation investigated in these two comparative studies and to bring 
together the correlational and factor analyses reported above with the work 
previously earned out by Chiu (19G7) in the United States. 

The two conceptualisations of school and academic motivation 
introduced in this study show two main distinctive features. The Hungarian 
conceptualisation seeks to point up the importance of motivations which 
draw from the affective and the mora), as well as the cognitive, domains. 
There has been a tendency in earlier research on school motivation to Ignore 
the importance of aspects of schooling which were non-cognitive. It is 
important to redress this balance by recognising the important sources of 
reinforcement which involve emotional reactions related to inter-personal 
relationships and also to the feelings associated with the meal domain of 
internalised rules about socially approved b^rtaviour. 

The British conceptualisation drew attention to the fact that differing 
forms of motivation are likely to induce differing approaches to learning and 
studying. The effort put into school work may be directly related to the 
level of motivation, but the quality of the learning carried out is dependent 
on the specific learning processes brought to bear on the task. Effort may be 
put into rote learning, or into seeking understanding, depending on the 
predominant motivation aroused. 

The two comparative studies showed that, separately, the 
conceptualisations were supported by empirical relationships, and thot the 
pattern of relationships was remarkably similar in two very different 
educational and social systems. Taken in conjunction with the earlier work, 
this similarity may be taken as suggesting that the scales and their 
underlying categories and concepts have some psychological and educational 
reality, 

The results of the analyses of the first study showed that up to eight 
separate dimensions underlying school motivation could be identified. The 
second study introduced additional motivational dimensions thought to be 
related to contrasting approaches to studying, and the individual 
relationships between ell these differing forms of motivation and 
approaches to studying have been reported. It is now possible to draw 
together these differing dimensions of motivation with the earlier factor 
analytic study by Chiu. At least at the descriptive level there are 
similarities and Table b can be seen as an attempt to map the area of school 
and academic motivation as described from this series of inventory studies. 
The positions have been determined from the analyses shown in Table 5, but 
also from conceptual considerations. Thus 'hope for succes**' has been placed 



within the cognitive domoin on conceptual grounds, although its pattern of 
correlations }eove$ its position rather unclear 



Tabled Comparison of Ftct«r Analyses School Mstivation 



WII+ V (QV^UI V 




Entvistle scales 




Warm parental relationships 




Meed for 3ocia) 
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Posilive orientation 
to school learning 


Interest in school vork 
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«lf -confidence 

Competence through 
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motivation 
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motivation 

Failure avoidant 

Fear of failure 



Responsibility for ovn actions 

Conscientiousness 

Conformity Compliance vith authority 



Third comparative stud'j 

Developing en instrument to measure attributions mtf feeiings 

In the litersture, the measurement of attributions Is typically carried 
out by describing an experience of success or failure in a specific context 
and asking students to reflect on the reasons why they had obtained that 
result (Elig& Frieze, t9B0K There are, however, different ways of asking 
these questions which may well affect the results obtained. Typically the 
question asked is of a general kind. ' When you get a really bad result from 
wor1( at school, why do you think that is ? ' The use of such a general 
staterr^er.t discourages the student from relating reactions to a real incident 
dud may lead to an idealised response. Using a specific Incident avoids that 
danger but creates another problem. The particular incident recalled may 
have been atypical and so will provide little information about the student's 
general pattern of attributions. 

in this study it was decided to dev'op a measure which represented a 
compromise between specificity and generality. First, a series of three 
situations were described and, r'thin each of these, experiences of success 
and failure were presented separately. It would thus be possible to 
investigate the degree of overjap in attributions made In these different 
{situations. But the introductory rubric invited the student to choose a 
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typical incident. As the wording of the inslrucllons Is important, it is given 
here in full 

Here, ve vant t« rxp1«re the iHfferent viev« aiul feelings tint t|«ttng people 
have 8b«ut »1t««t1«n» vhich the« imt at schMl and la the hene. We vant yeu 
to think back ta e«cli «f tbe «ituati«ns described belov. la each case, 
cancentratr M 9m such situation vhich gaa remeMber ver) clearig and vhich 
va» typical of hav ijoa asmlly foal ia such situatians. The* describe vhat 30a 
thoMht and hov i|to felt by cIrcIlH tte cade aamber vhich best describes tov 
yati Msaall^ feel i» such sitnatiaas. 
The first situation described was located in the home (being praised or 
criticised for doing a job), while the remaining two situations were of 
success and failure in the school (higher or lower marks; doing better or 
worse than expected in exam). After each of the six situations, students 
were asked to respond to a series of statements about their attributions by 
indicating whether it was true', 'partly true', or 'not true'. These statements 
had been written so that there was one for eacli of the six hypothesized 
forms of attribution described earlier. Two additional statements covered 
additional logical reactions which were considered worth exploring further. 
These covered, as an internal attribution, 'acceptance of outcome' ("I really 
deserved it"), and as an external attribution 'availability of help' ("I had got 
the right help*). Students were also invited to add their own statements. 

After the attribution statements, students were asked to respond to four 
statements about their feelings, two of which were directed internally (e.g., 
in relation to failure, 'worried and concerned' or 'guilty and ashamed') and 
two which were directed externally ('angry and provoked' or 'bitter and 
resentful ). These were based, in part, on the ideas of Weiner ()983b). 

The instrument, entitled for the students' benefit Whdt Hsf^ens at 
school dnd di Home ^"Hfiii then then translated into Hungarian. 

mthod 

The instrument described above was used in conjunction with the 
inventonj described in the second study (with slightly modified wording) and 
the Self-Esteem Scale devised by Coopersmith ((959) in the form • 
appropriate to this age group. Teachers were also asked to provide ratings of 
school attainment, effort, and an;>?}ety. The three instruments were given in 
two separate administrations to a sample of 158 students drawn from five 
Oritish secondary schools (age range 13-15 years) and to a comparable 
sample of 158 Hungarian students, drawn from three schools. 

Results 

Analyses were again carried out in several stages. Fir^t, factor analyses 
of the items in WhetHsppmsoi s^hoo! md at Home were carried out to 
det»7ntne the consistency across situations of attributions and feelings. 
Reactions to success and failure were, of course, analysed separately. These 
analyses showed sufficient consistency across situation to justify the 
creation of twelve scales covering the eight attributions and four sets of 
feelings. These twelve scales were then factor analysed to indicate the 
extent to which external attributions and feelings were separable from 
internal ones. The factor structure of the total set of variables included in 
this study was then investigated to discover whether there was any overlap 
between the various conceptualisations described lAbove. Correlation analysis 
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was used to clarify the pattern of relationships found in the factor analysis, 
and, finally, the mean scores on the various scales were compared between 
the two countries. 

F actor analysis of fi^^rff Happens &i Sc/foo/ and at Home 

The principal axes analysis from SCSS (Nie et alJ960) was used, with 
rotation to oblique simple faicture (with delta set at zero). Using the 
criterion of eigen values greater than unity, four factors were extracted 
from the whole sample. Similar patterns were also found within each 
country. Factor loadings are shown in Table 7 separately for success and 
failure. 



T«k1e 7 F«ctor LoMliAfs ot Attrib«ti«u Feelia^s <Wb«1e Sample) 
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Relieved/Angry 
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76 
51 


-63 






39 




87 
57 



tiete Oecitntl pointsandloadingstelov.SOomitted. 

Sample size 316, variance extracted: 62.01? (Success); 60.9S (Failure). 



For success, the firs* factor brought together all the internal 
attributions and associated feelings, although the set-ond factor repeated 
those feelings together with the external feelings. The external attributions 
were split between two factors with tuck and unfairness being in the third 
factor and task easiness and help provided being in the fourth factor. The 
negative loading oit feelings of being fortunate is difficult to interpret in the 
third factor. For failure, the three main internal attributions form the first 
factor together with lower loadings which deny attributions to task 
difficulty or lack of help. Acceptance of failure is associated with feelings 
of being worried, ashamed and, to a less extent, resentful. The third factor 
links all the external attributions strongly together, while the final factor 
contains both the externally directed feelings. 

Alt in all, these analyses tend to suppori the division into internal and 
external attributions with feelings being partly linked to attributions ano 
partly separate. There is certainly justification for using four pooled scores. 
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' Factor anal y sis of ci^mplete set of scales 

The next analyses examined the factors produced when the complete set 
of va^at)te^^ from at! three conceptualisations were brought together with 
the teachers* ratings as marker variables. The six factors produced from the 
overall sample are shown in Table 8, again with similor patterns being found 
in each couMry. 



Ttble 8 Factor Loadings from Xkt Cambtned Set ef V«nafc1e$ for Whole Sttnple 
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316). 



Varuftoe extracted t*f princ^l compontnts aruhisl: vith tiqtn values atove one = 66.3 % 



The first factor brings together the motivational components related to 
the most effective approaches to studying and to high academic performance. 
There is a suggestion that this pattern of motivation is associated with 
externa! attributions of failure, but inner-directed feelings. The second 
factor picks up the reproducing orientation to studying and relates that to 
low self-esteem, and internal attributions and feelings related to failure, 
but not to particularly low actual performance. Factor three associates 
achievement orientation with internal attributions and feelings related to 
success. Factor four indicates that outer-directed feelings were linked with 
a lack of external attributions and that teachers perceived these piipils as 
not putting much effort into their work. Factor five is created by the strong 



inlercorrelolion between the teachers' ratings of effort and attainment, 
while the final factor is defined mainly bi; the rating of anxiety wUh some 
indication that it is associated with high effort, but also with low levels of 
attainment and a lack of internal attributions of failure. 

As there are some intriguing patterns of factor loadings, the five factor 
solutions emerging from the separate analyses of the British and Hungarian 
data are also reported inTable 9. 

Ttble 9 Factar Lo«<liii«» fr«m the Combined Set «f Variables 
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/htt. OeciRMl points and loading tel«w .30 anritted, except where camparisona are needed. 
Sample sizesandvariance extracted using principal componentsanalyses and eigen values > 1 : 
1 58 and 62.9 % (Britain) ;1 58 and 60.5 % (Hunjarv). 

Again the main Impression from the separate analyses is the strong 
similarity in the patterns in spite of the rether small sample sizes. There 
are differences, but mainly in the size of the loading, rather than any clear 
change in the pattern, it seems' that the highly motivated pattern shown in 
Factor I is associated with high teachers' ratings only in Britain. In Hungary 
It is linked to high self-esteem, but apparently not the teacher's. The 
interesting pattern which suggests that Mgiily motivated pupils make 
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. external ollntjylions of failure, but show inner-directed feelings of both 
success and failure, is found m both samples, but more strongly in the 
British sample,where it is echoed in the main attainment factor (tV) and 
linked with affective motives and low scores on reproducing orientation. 
The weaker pattern among Hungarian pupils is strengthened through the 
negative loading on outer-directed feelings. 

In both samples outer-directed feelings of failure are associated with 
high anxiety, tn the Hungarian sample, anxiety is brought together with a low 
level of external attributions. 

To supplement this onclysis, correlotions of attributions and feelings 
with tiie other variables were examined. Table 10 presents these results for 
the whole sample, but with correlations with attainment being presented 
separately for each country. 



Table 10 Correlations betveen attribatiom and other vtriables 
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MnreUtionswWiaHainmmt \>1nchar»^«ft for e»oh country s«|Mratek| ^158). 



The correlations do, of course, reflect the patterns already shown in the 
factor analysis, but allow additional relationships to be clarified. The 
correlations sugijest that high levels of cognitive and moral motivation, 
together with meaning and achievement orientations, are associated with 
internal attributions of success, as well as with the external attributions 
and inner-directed feelings of failure already identified in the factor 
analysis. Affective motivation appears to be solely related to external 
attributions of failure. 
'■ It may be of interest to note that there are fewer significant 

correlations between attributions or feelings and attainment than there are 
with the scales of school motivation and study orientations. External 
attribution of failure is the only scale to correlate with attainment in both 
Britain and Hungary. In Britain, external attritutions of both success and 
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failure are as?;ocialecl with high attainment, which does not accord with 
arguments about the importance of encouraging students to adopt internal 
attributions - to take responsibility for the outcomes of their efforts. The 
low correlations of attainment with attributions are, however, in line with 
Similar findings reported by Covington and Omelich (l979), although their 
interpretation has been subject to dispute (Weinet ,19831 and subsequent 
defence (Covington and Omelich, 1 984). 

An a l ysis of mean scores 

This article is concerned mainly with the relationships between the 
various forms of motivation described by the inventory scales, but the 
differences in mean scores between boys and girls and between the two 
countries is worth reporting. Differences in motivation and approaches to 
learning have already been reported (Kozeki & Enlwislie,l984;Enlwislle& 
Kozeki, 1985). They are summarized in Table 1 1, together with the 
significant differences in means identified in attributions and feelings. 



Table 1 1 Significant iHffereiices in Mean Scares betveea Sritein and Hunqary 
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Bitter and Resentful 
(Hungary) 



In brief, those analyses showed interesting differences between 
sub-groups. For example, in both Hungary and Britain, girls were found to 
have higher scores in the affective motivational domain. Indicating greater 
warmth (relationships with parents) and sociability (with peers). They also 
had higher scores than boys in the moral domain. Differences between the 
countries emerged mainly in terms of interest in sclioolworic and learning 
styles and approaches. The Hungarian pupils showed more interest in woric, 
but also less identification with teachers than the British pupils. They 
adopted deep approaches to learning, and yet their high scores on holist 
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styles suggested that the leamtng carried out might not be firmly grounded 
in detailed knowledge. The British pupils showed the opposite pattern with 
high scores on surface approaches implying learning which was syllabus 
bound, but the high senalist scores indicating that the knowledge obtained, 
though narrowly focussed, was well supported by detailed knowledge. 
Analyses of individual items supporteo these impressions. British pupils 
were prone to rely on remembering facts and to adopt a rigid procedural 
approach to learning, white Hungarian pupils were more likely to try to 
relate their learning to real life and to enjoy working collaboratively. This 
contrast in approaches to learning may well be a product of the difference in 
the systems of assessment. Britain relies heavily on formal external 
examinations at age 16, while Hungarian puptis experience only informal 
assessment by their own teachers until age 18. 

In explaining the causes of success, Hungarian pupils were more likely 
to accept it or to attribute it to the easiness of the task or to outside help 
and to feel lucky and fortunate about it. British pupils thought themselves 
lucky or considered that the teacher or parent had been generous, and felt 
relieved about it. British pupils attributed failure to a lack of effort or to 
bad luck, but did not have particularly strong feelings about it. Hungarian 
pupils were more likely to believe that they deserved failure (particularly 
the girls) or to attribute it to task difficulty. They also had much stronger 
feelings about failure and the girls, particularly, felt bitter and 

resentful. 

Overall, pupils in both countries were more likely to attribute success to 
internal causes - their own effort and strategy - or externally to the 
generosity of the other (in Britain). Failure in both countries was most often 
attributed to external causes, particularly, unfairness and bad luck. British 
pupils thought a lack of effort was also an important reason for failure, but 
the Hungarians were much less likely to mention any of the inttmel causes. 

^htionsMps betwe&i fTHHtivotion, dttrfbutims sn(f feelings 

Ti^e first two studies were designed to investigate the dimensionality of 
school motivation drawing on two contrasting conceptualisations. The set of 
categories derived from the analyses confirmed, but extended, previous work 
on the factor structure of academic motivation. Other analyses showed that 
the strong relationship between some forns of motivation and the way 
students approach learning and studying applies to school I'^vel as well as to 
higher education. It was also shown that approaches differ significantly in 
differing educational systwiis. One initial intention was to integrate the 
two conceptualisations, out there was insufficient overlap to achieve this. 

Previous work suggested that there would also be separation between 
explanations of effort derived from attribution theory and from trait 
motivation. Given that expectation, perhaps the overlap, although not large, 
is of interest. The exploration of attributions in relation to associated 
feelings may also advance our understanding of a complex phenomenon. 
Perhaps the finding that is most striking is that the cognitive and moral 
components of school motivation are associated with internal attributions 
and feelings of success, external attributions of failure and inner-directed 
feelings of failure. 

A tendency for external attributions of failure to be associated with 
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inner^direcled feelings among well moUveled pupils could bt? seen In oil 
three factor analyses. In contrast, pupils with low self- esteem, adopting 
reproductive learning strategies, attributed their failure to themselves and 
directed their feelings Inwards. Anxious pupils seemed less Itkelg to make 
external attributions and to direct the feelings associated with failure 
outwards in anger and resentment. The use of attributions as a protective 
device against lowered se1f*esteem seems to Imply that external 
attributions of failure are being used by academically successful pupils 
rather as Covington (1983) suggests excuses are used by the less able. But 
the Inner-directed feelings of concern and guilt surely indicate that there 
must also, perhaps at a less conscious level, have been some recognition of 
personal responsibility and thus of Internal causality. 

The findings reported here suggest that the mechanisms of attribution 
mag be operating In more complex ways than was v- eviously thought, with 
the evoked attributions serving to deflect blame away from self-confident 
individuals who nevertheless accept ultimate responstbllty. The findings 
also suggest that pupils of low self-esteem are likely to have less effective 
protective devices available, as they make strong Internal attributions of 
failure, as well as experiencing the inner^directed feelings of failure. 
Such reasoning about the mechanisms being used by pupils is, of course, 
highly speculative on the basis of the evidence available in this study, but it 
does suggest a fruitful line for future research to explore. 
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